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This study was to determine the perceptions of the Advisement
Process held by administrators, teacher-advisors, and student-advisees
and how these perceptions relate to student career development and
planning, advisor-advisee relations, and the extent of training in the
Advisement Process in ten selected high schools in the Atlanta Public
School System.
The research design for the study was a descriptive research
design. The high schools from a metropolitan Atlanta school district
were selected as a sample for the study. A questionnaire was used to
collect the data needed for analysis.
An Analysis of Variance (ANOVA) was used to analyze all data
collected. An analysis of the data showed that there was no significant
1
—
difference in the perceptions of the effectiveness of the Advisement
Process held by administrators, teacher-advisors, and student
advisees. Also, there was no significant difference in the perceptions
held by these groups regarding career development and planning of
students or advisor-advisee relations.
The conclusions of the study were that many guidance and
counseling functions are significantly enhanced through the use of an
advisement system utilizing teachers to deliver such services. Also,
the Advisement Process was very favorably reported by those who
participated in the process.
The implications were that interpersonal skills and relations are
improved through a system of advisement. The role of the advisor
broadens the functions of the teacher.
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During the 1960s, a significant number of programs were
introduced to enhance the capabilities of schools to meet and advance
the needs of students in a highly technological society. Individually
Guided Education (IGE) was one of the more widely adopted change
models. From its conception at the University of Wisconsin in 1966,
through the involvement of the Institute for the Development of
Educational Activities (I/DIE/A) in the development of an
implementation strategy in 1969, the number of schools embracing
the IGE change model steadily increased to over 700 in 31 states. By
1975 approximately 2,000 schools in 37 states plus American
sponsored schools in 24 other countries were in some phase of
implementing IGE (Dixon 1979).
What is IGE?
Individually Guided Education (IGE) is an approach to schooling
that provides a framework for individualizing instruction and for
involving the staffs in the school in a systematic program of continuous
improvement through the identification, development, and
implementation of skills, processes, and understandings necessary for
implementing an effective individualized program for each student.
IGE was touted as a tested means for individualizing learning for
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children and for making continuous improvement a possibility in the
schools.
Included in the IGE concepts and practices is the Advisement
System that was implemented as an integral part of the change
process. The Advisement Process was developed to increase the self-
esteem of each student and thus improve academic achievement. This
advisory function is an extension of the traditional teacher-student
relationship. The perspective of this approach to the relationship is
on the individual student’s growth through involvement with educators
and parents.
The Advisement Concept
During the summer of 1975, staff development activities were
begun to implement the IGE Change Model in the Atlanta Public
Schools. The initial introduction involved eight middle schools and
three high schools. Additionally, eight high schools were added
during the next school term. Over a period of about five years, all
middle and high schools were introduced to the IGE Change Model
and developed to varying stages of implementation. A number of the
schools involved in the implementation of the IGE Change Model have
been closed or reorganized as different level schools, mainly high
schools changed to middle schools.
However, in as much as this program involved a significant
number of schools and hundreds of school personnel, this study
proposes to investigate the status of an IGE component--the
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Advisement System--as a useful administrative organizational program
to foster individualization of instruction and to facilitate a continuous
improvement process.
Statement of the Problem
The problem to be addressed through the research was to
determine if a structured Advisement Process promotes relationships
that help students plan and achieve appropriate educational, career,
and personal-social goals. Further, the study sought to determine if
perceptions of effectiveness differ among three key constituent
groups.
Evolution of the Problem
The goal of making the school more responsive to the needs of
all of its students is the major thrust of guidance and counseling
functions. These functions have traditionally been entrusted to the
domain of guidance counselors. It has become increasingly evident
that many of these functions can not be satisfied by guidance
counselors due to the overwhelming numbers of students involved.
Typically, the student/counselor ratio ranges from 250-1 to 450-1.
The official staffing ratio in the Atlanta Public Schools is 400-1. The
kinds of interpersonal relationships envisioned by educators, parents,
and the general public are not to be found in many schools. The
following is a partial listing of citations made by teachers relative to
these kinds of interpersonal relationships in schools:
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- - Lack of time for teachers and counselors to share and
communicate.
-- Observation that counselors should be more helpful to
students than they really are.
-- High student/counselor ratio with too little time to
communicate with teachers.
-- Resentment that there is much preoccupation with
certain types of students (Casciano-Savignan 1976).
These sentiments could probably be duplicated many times over
attesting to the serious nature of the schools’ slow, incremental
approaches to change. The IGE Change Model was introduced as an
approach to schooling that provides a framework for involving the
staffs in a systematic program of self-improvement. Included in the
model is the Advisement Process, which is an expansion of the
guidance and counseling function to include more school personnel in
personalizing the educational program for all students.
Rationale for the Advisement Process
Individually Guided Education (IGE) has two primary elements.
The first is a process for individualizing learning by tailoring
instructional methods to individual differences rather than requiring
all children and youth to learn in the same way and at the same pace.
The second is a continuous improvement process that makes it
possible for schools to evaluate their own performance, alter their
instructional procedures where indicated, and advance toward
successively higher levels of effective teaching.
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The individualization of learning requires new forms of behavior
by teachers, the provision of a variety of learning options for students,
and a revised form of school organization. The continuous
improvement process requires an unusual degree of dedication by
individual teachers as well as the formation of partnerships among
those committed to working toward the goals inherent in IGE.
Recognizing that effective human relationships are a part of the
total learning process for both teachers and students, I/DIE/A
incorporated an advisor concept into its Change Program. Under the
advisor arrangement, each teacher assumes primary responsibility for
guiding the education of a percentage of the students.
The Advisement Process grew out of a concern for personalizing
the educational experience for students. Advisement provides the
time for developing one-to-one relationships as an integral part of the
school program. The key to the operation of advisement is an advisor
who guides approximately twenty to twenty-two students through
their middle and high school years. This process ensures that each
student and his parents can work closely with at least one professional
person at the school--the advisor.
The Advisement Process provides a school with the means to
allow more individualized program planning. Advisees through self
assessment and knowledge of the options the school offers, can
determine what type of educational program is best for them, and this
gives the students decision making experiences based upon a
knowledge of themselves and their future plans. Through
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advisor/student/parent planning, we can come closer to
individualizing a student’s school experience.
The Advisement Process can help a school establish a continuous
improvement system. Because of the frequent contact with advisees,
advisors get feedback on how well the school is providing for those it
is intended to serve. The advisors, then, can use this information
when serving on curriculum committees, study groups, and/or task
groups. This provides the school with an informal, yet continuous,
needs assessment.
The role of teacher-advisor has been developed as a crucial
component of the IGE school for seven reasons:
1. The advisor role enables teachers to be more responsive to
students’ needs and development.
2. Being an advisor makes your subject-area teaching easier and
more enjoyable.
3. The student accepts more responsibility for decision about
his own learning when he has the help of his own advisor.
4. Until now, a structure for the positive involvement of parents
has not been available. The teacher-advisor concept provides such a
framework.
5. The teacher-advisor system ensures that at least one adult in
the school knows each student and shares accountability with him for
his learning program.
6. The teacher, acting as advisor, helps students to build
confidence and a positive self-image.
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7. The teacher, in the role as advisor, helps students to build
interpersonal skills.
Programs emphasizing the role of the teacher as a key guidance
person have increased in number and sophistication during the past
25-30 years. These programs have various terminology and plans vary
from district to district and by level of schooling (elementary,
middle/junior high, and senior high). Generally, these advisement
programs call for the teacher to assume guidance functions related to
program planning, progress reporting, and personal-social goals.
Advisement brings the student into continuous contact with
persons, places, and activities that facilitate the development of his or
her talents and interests. The teacher-advisor is the key person in
this process (Keefe 1984). Each student has an adult advisor in the
school who is personally interested in his or her development.
Further, advisement is a way of organizing schools for
personalization. The programs may vary in content, time, structure,
and other ways but the basic concept remains the same. Teachers are
becoming advisors. Teachers are accepting responsibility for
supporting the learning program and personal growth of a small group
of students through their high school years.
Significance of the Study
In as much as a significant number of schools and hundreds of
school personnel have been involved in the Advisement Process, this
study proposes to investigate its usefulness as an administrative
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organizational structure to foster interpersonal relationships and
promote continuous improvement by staff and students.
This study should provide data of interest to the Atlanta Public
Schools and Georgia State Department of Education in establishing
criteria for State Standards for Secondary Schools related to
Advisement. Currently, the Advisement Standards are limited to the
program planning component of Advisement.
The study should provide data of significance to Boards of
Education and Superintendents of Schools for making determinations
about administrative and instructional organizations that promote
positive student-teacher-parent relationships.
Research Questions
In an attempt to determine the perceptions of the Advisement
Process held by teacher-advisors, student-advisees, and administrators
and how these perceptions relate to advisor-advisee relations, student
career development and planning, and the extent of training in the
Advisement Process, the following research questions were generated:
1. Is there a difference in the perceptions held by teachers,
students, and administrators regarding the effectiveness of the
Advisement Process?
2. Is there a difference in the perceptions held by teachers,
students, and administrators regarding the career development and
planning of students who participated in the Advisement Process?
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3. Is there a difference in the perceptions held by teachers,
students, and administrators regarding advisor-advisee relations by
those who participated in the Advisement Process?
4. Is there a difference in the perceptions held by teachers and
administrators based upon the extent of training in the Advisement
Process?
5. Is there a difference in the perceptions held by teachers and
administrators based upon age, education attained, experience in
teaching field, race, or gender regarding the effectiveness of the
Advisement Process?
Limitations of the Study
The interpretation of the findings in this study was affected by
the following limitations:
1. Due to the fact that the Advisement Process centers upon
relationships, it should be taken into consideration that the
development of such is a long-range process.
2. The study is based on self reported data and assumes that
the responses are accurate reflections of participants’ perceptions.
3. The programs, processes, and procedures implemented in
schools are usually evaluated by measuring their impact upon students’
academic performance. This study will not investigate the
relationship of the Advisement Process to academic achievement.
4. The self-concept is considered the most important aspect of
any human interaction, a major determiner of every behavior. Thus, it
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is a vital determinant of intelligence, human adjustment, and success
and self-realization. While the Advisement Process includes
experiences that may heighten self-image and may be generalized into
scholastic achievement, the impact of the self-concept is beyond the
scope of this study.
Summary
Chapter I presents the introduction for the study through the
evolution of the Individually Guided Education (IGE) Change Model.
Individually Guided Education (IGE), that focuses on individualization
of instruction and the continuous improvement process, incorporated
an Advisement System as an integral component.
The introduction and implementation of the advisement concept
into the Atlanta Public School System were detailed. The problem for
the study was identified as an effort to determine if a structured
Advisement Process promotes relationships that help students plan
and achieve appropriate education, career, and personal-social goals.
The chapter contains a thorough explanation of the Advisement
Process as it emerged through the guidance and counseling functions
found in all schools, supported by the rationale for the process. The
significance of the study as an administrative organizational structure
for improving the functioning of a school was highlighted.
The chapter concluded with the research questions generated
for the study and the identified limitations of the study.
CHAPTER II
Review of Related Literature
The purpose of this chapter is to review related books, research
papers and articles, abstracts, and position papers concerned with the
Advisement Process in order to build a framework for the present
study. This review will cover the historical perspective of guidance-
counseling functions and resulting interpersonal relations, the advent
of the advisory systems, and the elements of the Advisement Process,
including various models and systems related to program planning,
progress reporting, and personal-social goals. This review will
incorporate the conceptualization of the role of self-esteem as a factor
for enhancing the personal and academic growth of students.
History and Development of the Advisement Process
Relationships at school are very important to youth. Good skill
training alone is not enough. Youth need other people at school who
know them and their problems (Carey 1977). It is clear that this is
one of the guidance-counseling functions; one that traditionally has
been serviced by guidance counselors. Yet, there is increasing
recognition that guidance and counseling in schools is in danger of
becoming anachronistic.
The work of school counselors entails inordinate amounts of
time in clerical and administrative tasks that could just as easily be
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accomplished by others or by computer and at less cost (Aubrey 1983).
Additionally, it is fairly common practice in American schools for
counselors to have 300 or more students to service. No one can be an
effective helper for that many students.
Yet, when counselors have the responsibility for meeting the
needs of several hundred students, they are finding it impossible to be
all things to all people and often high behind mountains of transcripts,
test booklets, and file cabinets. As a result, it is very possible for a
student to go through school without anyone ever getting to know him
or her (Georgia Department of Education 1987). The ratio of the
counselor/student/teacher permits “nothing more than a perfunctory
encounter between professional and student” (Trump 1977).
Larson and Mable (1975) report that the traditional adult-
student relationship has several weaknesses:
1. Counselors can not relate to or get to know 300 students in a
year’s time. Consequently, guidance services do not reach all
students, many of whom never develop a close personal
relationship with one adult in the school.
2. Due to large numbers of counselees, there is little
opportunity for preventive counseling. Traditional guidance
programs have to respond to those students with more
obvious needs; little time is left for developing emotional
counseling with youngsters who do not show or act out their
concerns.
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3. Counselors do not have time to communicate with the
majority of parents.
4. A great deal of resentment seems to appear among faculty
members toward the guidance department because “good
guy” (guidance department) and “bad guy” (faculty and
administration) connotations are sensed among staff
members. Hence, too often there is a restricted flow of
information between counselors and staff about students.
5. Teachers begin to feel that such things as student attitudes,
personal problems, courses of study, and career goals have
no relevance to the teaching function and interpret their
responsibility as strictly institutionaL
6. Due to poor cooperation between guidance staffs and
teaching faculty, there is poor utilization of the experiences,
interests, and hobbies of the teachers which would be of
great value to the student body.
This indicates that such discontent with the traditional guidance
program has stimulated the concept of teacher-advisor or teacher-
counselor.
The fact remains that relationships at school are very important
to youth; they need adults at school who know them and their
problems. Because of these needs, counselors and administrators in
the nation are involved in examining the advisory system process. The
Georgia State Department of Education (1976) recognized the
importance of students having someone in the school who knows
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them well enough to advise them when they start their secondary
experience and periodically advising them thereafter.
A factor in secondary education is that, as more stress is placed
on academic options for students, much more help has to be given
them in selecting their options and in monitoring their progress. It is
unrealistic to expect that counselors alone can assume these kinds of
responsibilities (Larson and Mable 1975).
Many schools began to seek other kinds of programs to augment
the guidance-counseling functions. The teacher as an advisor was one
of the more commonly explored alternatives.
Establishing a teacher-advisor experience in private education
and as an undergraduate, Jenkins (1977) promotes the basic
philosophy for expanding the role of the teacher as a good idea worthy
of continuing into an age where there is ostensibly more need for adult
involvement in the lives of young people than ever before. The
extension of the guidance and counseling program to include all
professionals in the building, including administrators, establishes a
framework by which each student may become known as more than a
student number or a fifth period appointment. He reports that more
young people are becoming increasingly less survival-oriented and as a
result are demanding their humanity first. There is a definite need for
someone in the high school to take an advocate role for each student
in attendance regardless of what the student does or does not do.
Jenkins (1977) notes that the concept of the teacher-advisor
was one of the elements of the NASSP Model Schools Project. It has
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probably been the one part of that project most widely disseminated
and currently extant in many high schools. Trump (1977), who served
as director of the Model Schools Project, recalls the development and
systematization of the role of the teacher-advisor in relation to the
professional counselor and the principal and the corresponding
enhancement of the role of the counselor.
In explaining the role of the teacher-advisor, Jenkins (1977)
considers the work with two groups categorized as the students and
significant others.
In working with students, the teacher-advisor is first and
foremost a friend and an advocate. The teacher-advisor is above all
else a listener and is someone with whom the student can talk openly
and freely about school problems.
The teacher-advisor’s position in the school structure places
him in a position to communicate with various other significant people
in the student’s life. Meeting with an advisee’s teachers in a formal or
informal setting enables the teacher-advisor to assist teachers in
developing better ways to work successfully with students. The
teacher-advisor, as the one adult who knows the advisee best, is able
to provide the classroom teachers with valuable information in helping
them adjust programs to students with the objective of helping
students achieve academically.
He concludes that all schools have the need to know as much
about their students as possible. All schools need to identify essential
learnings of a general guidance nature that all students need prior to
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graduation. One key way of accomplishing these ends is through the
reformation of the guidance and counseling program so that all
professional staff are part of the guidance function.
According to the Georgia Department of Education (1987), the
justification for using an Advisory System is based on the belief that
faculty, students, and parents will derive more satisfaction and
function more effectively if every student in the high school is able to
relate personally, in a comfortable way, with at least one adult in the
school. In order for this one-to-one relationship to exist, it is
desirable to involve every faculty member in a program which includes
all the students and their parents. Each teacher, counselor,
administrator, and specialist acts as an advisor to a group of students.
The advisor and the student relate to each other in a person-to-person
manner focusing on the student’s total life career development. The
faculty members relate to each other as advisors sharing ideas about
successfully dealing with their advisees and their advisement
responsibilities. Parents are relating to an individual (the advisor) in
the school who knows the total person rather than being limited to a
classroom view point (Georgia Department of Education 1987).
In reporting on trends in counseling and student services, Carey
(1977) supports the building of one-to-one relationships. He says that
a sufficient number of adult advisors should be provided from the
instructional and support staffs so that each learner can identify with
and relate to at least one adult on a one-to-one basis.
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In as much as this conceptualization derives from a guidance and
counseling function, Pilkington and Jarmin (1977) attempt to clarify
the role of the teacher-advisor as being distinctly different from the
role of teacher-counselor. The basic difference being that the teacher-
counselor program requires extensive inservice activities if teachers
are to develop helping skills. They note that it might be feasible to
organize and administer a teacher-advisor program for several years
before implementing a teacher-counselor program.
The I/DIE/A Change Program for Individually Guided Education
(IGE) as an approach to schooling that provides a framework for
individualized instruction and continuous improvement, includes as
one of its 35 outcomes: Each student has an advisor whom he views as
a warm, supportive person concerned with enhancing the student’s
self-concept; the advisor shares accountability for the student’s
learning program (Schultz 1974).
A teaching-learning cycle of diagnosis, prescription, instruction,
and evaluation (DPIE) was incorporated into the NASSP Model Schools
Project. As a follow-up to the project, Keefe (1989) conceptualized a
Model of Personalized Education that presents advisement as an
element of the Prescription Cycle. Prescription is concerned with
advisement, goal setting, program planning, and placement. Teachers
help students set appropriate instructional objectives and activities,
assist with grouping and scheduling arrangements, and provide
ongoing advisement for small groups of students.
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Advisement brings the student into continuous contact with
persons, places, and activities that facilitate development of his or her
talents and interests. The teacher-advisor is the key person in the
process. Each student has an adult advisor in the school who is
personally interested in his or her development.
Larson and Mable (1975) describe how all teachers can serve as
advisors in a plan that encourages each student to develop a close
relationship with at least one adult at school.
Simons and Davies (1973) describe the teacher-advisor concept
as one method by which the impersonalization of students in large
school systems can be minimized.
Reed and McCoy (1989) support the teacher-advisor plan since
classroom teachers are often the first to recognize that a student has
serious problems.
A homeroom counseling plan, to augment traditional counselor-
student models where support systems are needed, was discussed by
Danley and Young (1980) which involves administrators, counselors,
and teachers in planning and implementing a guidance program.
Johnson (1979) describes a program of teacher-advisor in terms
of its cost-effectiveness. This is reported in the real dollars of
student-teacher ratios and the long range costs of making schools
more personable for students.
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Teacher-Advisor Programs
A number of advisement programs were reviewed. Some of the
programs are presented in this section.
Teacher-advisor programs are arrangements wherein each
school staff member meets on a regular basis with a group of
approximately 15-30 students to consider issues or concerns of
students which are not generally dealt with in academic classes.
Daresh and Pautsch (1983) report on a teacher-advisor program
designed to fulfill four essential functions: (1) providing educational
advisement, (2) increasing school-wide communication, (3) improving
home-school community relations, and (4) enhancing the personal and
social development of each student. In this program particular
emphasis was placed initially on fostering the personal and social
development of students.
Keefe (1984) summarized that the teacher-advisor program cast
the role of the advisor in five broad categories:
1. Virtually all certified personnel are responsible for a
group of 15-30 students. Each group is small enough
for advisors to work personally with advisees. This is
not a conventional homeroom responsibility, but a real
guidance responsibility.
2. Teacher-advisors ordinarily retain the same group of
advisees during their entire school career. Each
student either chooses an advisor when first entering
the school or is randomly assigned in an advisory
group. In practice, both methods work satisfactorily.
3. Teacher-advisors collect information about advisees
from the students themselves, from parents and
teachers, and from outside sources, and store the
information in a cumulative folder for reference.
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4. Teacher-advisors help students recognize their
personal talents and interests and plan career goals
accordingly. Teacher-advisors use background and
test information to advise students about their subject
matter strengths and weaknesses, and to help set
goals.
5. The advisor functions as the home-base teacher and
chief in-school contact for all persons and agencies
concerned with the student. They assist advisees in
college preparation and job recommendations. They
mediate disciplinary problems and take calls from
parents and community persons (Keefe 1984).
One of the first high schools to adopt the I/DIE/A Change
Program for Individually Guided Education (IGE) was McCluer North
High School, a large, suburban, three-year high school in the
Ferguson-Florissant School District, St. Louis County, Missouri (Wood
1976). Each staff member at McCluer North served as a teacher-
advisor to approximately 20 students. Each advisor helped his
advisees plan a learning program from the available curriculum options
and reported academic and social progress to their parents. Many
advisors planned and conducted activities designed to promote the
personal and social development of their advisees.
The staff, through the advisor program, developed an extensive
parent communications program. The progress reporting sessions
between parent, child, and teacher-advisor were probably the major
source of communication for most parents.
According to Wood (1976), as a result of the teacher-advisor
system, 79 percent of the parents believed they could affect their
child’s learning program, and that the program was carefully planned.
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He also reports that student reactions revealed similar positive results.
More notable of these were:
Four in every five students indicated they felt good
when they were in school and they believed school
was interesting (Wood, 1976).
Studies of Advisement Programs
Connors (1987) conducted a case study to determine the
essential components and effects of an advisor/advisee program in an
exemplary middle school. Although this research was about a middle
level program designed to meet the unique and individual needs of
early adolescents, she notes that advisement by teachers through an
advisory program is essential in complementing the school’s total
educational program.
Data for this study were collected through a self-report
questionnaire, a personal structured interview schedule and a student
survey.
The conclusion of the study found the need for eleven essential
components in implementing the Prime Time program. They are as
follows:
(1) Adequate materials and appropriate activities that
are different for each grade level,
(2) Committed and enthusiastic teachers,
(3) A realistic student/teacher ratio,
(4) An ongoing inservice program,
(5) Administrative support and involvement,
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(6) Guidance counselor support and involvement,
(7) An ongoing and continuous guidance program,
(8) Parental awareness and involvement,
(9) The same advisee for three years,
(10) Student involvement and participation in the
program,
(1 1) A faculty improvement council (Connors 1987).
The following was reported as the overall effects of the program:
(1) Helps students in their social growth,
(2) Contributes to positive school environment,
(3) Helps students learn about the school,
(4) Helps students learn to make friends,
(5) Enhances the student-teacher relationships,
(6) Helps students learn how to get along with others,
(7) Provides the advisors the opportunity to know
students on a one-to-one basis,
(8) Helps students develop a sense of positive self-
worth,
(9) Helps students acquire and improve the habits and
attitudes necessary for responsible citizenship
(Connors 1987).
Froese (1984) conducted a study to determine if the individual
development of students in a large public high school was maximized
by the delivery of guidance services in a decentralized system known
as an advisor/advisee program.
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After a review of literature pertinent to present day models of
advisor/advisee programs, the researcher constructed instruments to
survey students, parents and faculty. The respondents in the study
consisted of 1,061 students, 122 parents, and 75 teacher-advisors.
The data obtained were tested by use of the t-test of independent
means and the Chi-square test for independence.
The analysis of data produced these findings:
1. Significant differences were found to exist between the
faculty and student responses on eight of nine variables,
2. A significant positive difference was found to exist between
the percentages of attendance of the school before and after
implementation of the advisor/advisee program.
3. The control group had a higher mean percentage of
attendance than did the experimental group,
4. A significant positive difference was found to exist between
the percentages of dropouts at the school before and after
implementation of the advisor/advisee program.
5. The experimental group had a lower mean percentage of
dropouts than did the control group.
In a study to investigate the impact of the teacher/advisor
program on early adolescents’ perception of self-image, Smith (1986)
notes that a review of the literature revealed much which proclaims
the virtues of the teacher/advisor program but at the same time
demonstrated an absence of any significant research which verifies
that such programs, in fact, accomplish what their proponents claim.
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Further, he claims that because a notable amount of research supports
the inclusion of educational experiences which heighten self-image,
determining specifically what effects a teacher/advisor program has
would satisfy the need to validate the credibility of this concept and
aid educators in assessing its value.
A pretest-posttest control group design with multiple measures
of self-image was employed. The sample consisted of 145 seventh
grade students from two middle level schools. The experimental
group came from a 6-7 school with a total of 73 students participating,
37 males and 36 females. The control group came from a 7-8 school
with 72 students participating: both males and females numbered 36.
Subjects were administered a questionnaire at the beginning of the fall
semester and again nine weeks later. Subjects in the experimental
group received a thirty-minute per day teacher/advisor program
during this time interval.
The findings of this study revealed significant group effects for
the measures of victimization and perceived self-image. For the
measures of anonymity, self-consciousness, and the three self-esteem
measures, however, group effects were not observable. Furthermore,
examination of the results using gender as a variable showed no
significant difference in any of the seven self-image constructs.
The data indicate that participation in a teacher/advisor
program tended to suppress perceptions of victimization, which can
be construed as a positive effect, and to lower perceived self-image,
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which can also be viewed as beneficial if construed as a more realistic
occurrence.
Bobbe (1988) directed a study to develop and validate an
instrument for ascertaining outcomes of teacher advisement programs.
The instrument was designed to be useful in the developmental
planning of teacher-advisement and in evaluation of existing programs.
The initial instrument was designed in three basic stages: (1) a
review of literature, (2) input from a panel of advisement experts, and
(3) organization of items into major factors.
There were four stages to the validation process: (1) content
validation, (2) face validation, (3) criterion validation, and (4) internal
reliability. The data were analyzed utilizing the University of
Wisconsin-Madison Computing Center (MACC).
Content validity of the instrument was established through the
input of a panel of advisement experts. Face validity was established
through a review of literature and the reaction to the instrument by
advisement planners. Criterion validity of the instrument was
established through test administration in advisement (treatment
group) and non-advisement schools (comparison group). The
advisement school exceeded the scores of the non-advisement schools
on all four major factors (roles, relationships, environment,
involvement). Internal reliability was established utilizing the Kuder
Richardson KR-20 reliability tests. Bi-serial correlations and factor
analysis were also completed to establish factor congruence and to
validate mathematically the a priori conceptual structure. All four null
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hypotheses were rejected, indicating that differences in perception of
students tested were dependent on the school’s implementation of
the advisement program and not due to chance alone. A valid and
reliable advisement evaluation instrument is the final produce of the
study.
The Effects of Advisor-Advisee Programs on Student Self-
Concept, Student Perception of Classroom Climate or Both is the title
of a study by Robert A. McKean (1989). The purpose of the study was
to determine whether functional middle school advisor-advisee
programs achieve their goals of improved student self-concept,
improved student perception of classroom climate or both.
Two research questions were addressed: (1) are functional
advisor-advisee programs significantly related to student self-concept?
and (2) are functional advisor-advisee programs significantly related to
student perception of classroom climate?
This study was nonexperimental survey research. A
questionnaire including a self-concept class and classroom climate
subscales of class dissonance, student cliqueness, peer esteem, and
teacher concern was administered to two groups of students. The
first group was composed of 214 students who attended three middle
schools with advisor-advisee programs (each program had existed for
over seven years), and the second group was composed of 212
students who attended three middle schools with traditional
homerooms.
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Data were analyzed using multiple regression and demonstrated:
(a) A different relationship existed between advisory teacher and
student in schools with functional advisor-advisee programs than
between teacher and student in schools with homerooms; (b) The
advisory teacher-student relationship was mentor-like in nature; (c)
Teacher concern was slightly higher in schools with functional
homerooms, but peer esteem was slightly lower; (d) Classroom
dissonance and student cliqueness were not affected by functional
advisor-advisee programs; and (e) Student self-concept was not
affected by functional advisor-advisee programs.
The Guidance Aspect of Advisement
The development of an advisement program can have an
immediate impact on counselors. Some counselors may approach
advisement with trepidation. They may fear that their jobs are in
jeopardy or that they will lose what they may feel is already a tenuous
place in the school’s organizational structure. Part of this emotional
reaction may be based on lack of confidence in their new role.
However, counselors are needed and utilized more than ever in an
advisement program structure. The counselor functioning in a
program of advisement serves as a prime resource for both advisors
and advisees. The counselor will continue to fulfill many of the
traditional roles such as crisis counseling, but the teacher-advisor
system frees the counselor to deliver a higher level of professional
service. The counselors work with teacher-advisors helping them to
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learn their responsibilities, modeling appropriate advisor behavior,
and leading inservice training sessions on human relations and other
guidance and counseling skills (Georgia Department of Education
1987).
The potential to enhance the Advisement Process is realized if
some of the traditional activities of counselors were relieved, enabling
the school counselor to function as a counselor, educator, consultant,
and resource person with individuals, small groups, and large groups.
As a consultant, the school counselor would confer with parents,
teachers, administrators, and community members about the needs of
students in order to develop and deliver specific units/materials to
meet those needs. As a resource person, the school counselor would
coordinate faculty and staff development programs related to guidance
in an effort to help faculty and staff integrate guidance related
concepts into the curriculum (Breen and Quaglio 1991).
School counselors must assume a new set of schoolwide
roles. These roles should fit the need for what might be
called an “educational omsbudsman”; that is, one person in
the school who assumes responsibility for ensuring that
fundamental program components are implemented
successfully. For schools to become more effective they
must become more affective, and the school counselor is
the person most likely to be successful in stimulating
schools to move in this direction (George 1986).
Developmental Guidance
Developmental guidance is a reaffirmation and actualization of
the belief that guidance is for all students and that its purpose is to
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maximally facilitate personal development (American School Counselor
Association 1979).
There is a definite relationship between guidance and
advisement that is embodied in the concept of developmental
guidance.
The work of the school counselor has long been
characterized by a strong belief that guidance is for all
students and that the purpose of guidance is to promote
maximum personal development in all spheres of life. In
this article is described a model for developmental
guidance programs that provides specific direction and
substance to the school counselor’s goals and activities.
The comprehensive guidance model presented provides a
framework for addressing student needs, but allows the
specific nature of a program to vary according to local
needs and resources (Dagley 1987).
Applying a developmental framework to the process of guidance,
a means of determining what tasks students should seek to develop at
certain points in their lives, entails awareness of the developmental
framework of the adolescent years--as it is the 12- to 18-year old
period of students’ lives with which most secondary school teachers
and counselors are concerned (Maher and Thompson 1980).
As school counselors direct their energies toward a
productive future and potential role reform, the
collaboratively oriented (counselors and classroom
teacher) approach of the Developmental Guidance
Workshop may offer the school community a renewed
opportunity to recognize counseling and guidance as a
developing and responsive profession, a profession that
continues to be dedicated to the development of the whole
student (Maher and Thompson 1980).
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The School Climate
Schools have an obligation to provide a healthy organizational
climate that is conducive to optimal personal-social and academic
learning. Environments that provide individuals with a feeling of
significance, a sense of competence, and a belief that they have some
control over important aspects of their environment will enable these
individuals to feel more comfortable, feel greater self-worth, and
consequently take more risks. The lack of these elements in the
public schools is a predominant cause of student failure and is
associated with the rebellion or withdrawal that characterizes the
behavior of all too many students. In addition, the absence of these
elements is a major cause of burnout among professional staff
members and is associated with the behaviors of apathy and
indifference (Childers and Fairman 1986).
Following the definition of the concept of organizational health,
Childers and Fairman (1986) identified the 10 related dimensions and
suggest that the school counselor can be an effective facilitator for
enhancing organizational health. School counselors have the
experience, unique organizational placement, and skills to help
principals take a proactive stance toward improving the organizational
health of schools. This new role may enhance the counselor’s
perceived effectiveness within the school, increase students’ affective
and cognitive growth, and stimulate a creative and rewarding work
environment for school personnel (Childers and Fairman 1986).
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The professional literature in educational administration
and instruction is not recognizing what school counselors
have long known and advocated: Frustrated and unhappy
teachers and students can neither teach or learn
effectively. School climate variables can positively affect
the teaching and learning in a school. The school climate
literature addresses the perspective and expertise of
school counselors and offers a viable leadership role for
counselors in their schools.
Counselors’ perspective and expertise in a variety of
affective and cognitive areas, already effective within the
guidance office, can contribute to the entire school’s
climate (Kaplan and Geoffrey 1990).
The Principal
The reviews of the literature on advisement did not reveal
significant attention to the role of the principal in advisement
programming. However, there is a significant body of research about
the role of the principal relative to effective schools. This is especially
true in regard to establishing a positive school climate.
Studies of factors that contribute to making a effective school
conclude that the leadership of the principal is a significant influence.
The principal is responsible for establishing conditions that support
teachers’ work (Breen and Quaglio 1991).
In this respect, the principal encourages leadership among
teachers, counselors and students. The principal respects the role of
each and provides opportunities for critical and meaningful
involvement of staff in important decisions. The principal must also
organize available resources that will provide maximum support to
instruction. It is obvious why the leadership role of the principal in an
effective school has become an important consideration in efforts to
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restructure schools during this period of reform (Breen and Quaglio
1991).
Summary
The review of the literature reveals a significant amount of
information about advisor-advisee programs. Most of literature
featured the rationale for organizing schools for the more personalized
relationships fostered by the advisement process. Teachers are
accepting responsibility for supporting the learning program and
personal growth of a small group of students through their high school
years.
Research conducted to date regarding educational outcomes of
advisement programs was more positive and conclusive regarding
organizational and affective outcomes than they were relative to
students’ academic performance.
The relationship of the advisement process as a useful system to
augment the guidance functions of a school is explored in Chapter II.
The role of the counselor as a resource facilitator, consultant,
coordinator is developed.
The concept of developmental guidance advances the need to
programmatically meet the needs of adolescents in harmony with the
growth and development phases.
Aspects of the literature related to school climate stress the
affective domain as an area in need of more consideration in school.
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The chapter concludes with a look at the role of the principal in
an effective school. The principal’s leadership is essential to the
establishment of any programs that represent significant changes in
the status quo. The Advisement Process represents such a change.
CHAPTER III
Theoretical Framework
The purpose of this study was to determine the perceptions of
teacher-advisors, student-advisees, and administrators regarding the
effectiveness of the Advisement Process in ten selected high schools
in the Atlanta Public School System. There are two theoretical
assumptions upon which the study was based: (1) Advisement
programs, if effective, improve advisor-advisee relations and (2)
student career development and planning will improve among
students who participate in the Advisement Process. Further, it was
expected that the study would show that the extent of training
influences the perceptions of teacher-advisors and administrators of
the effectiveness of the Advisement Process. There are two sets of
independent variables: the perception of teacher-advisors, student
advisees, and administrators, and the extent of training of teacher
advisors and administrators. The dependent variables are student
career development and planning, and advisor-advisee relations.
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The conceptual framework for this study focused on the
relationships between the independent and dependent variables. The
study was done to determine if differences existed among teachers
advisors’, student-advisees’, and administrators’ perceptions regarding
the effectiveness of the Advisement Process in ten selected high
schools in the Atlanta Public School System.
Hypotheses
The following hypotheses were developed and tested in order to
examine teachers- advisors’, student-advisees’, and administrators’
perceptions of the Advisement Process in ten selected high schools in
the Atlanta Public School System:
H1 There will be no statistically significant difference between
the effectiveness of the Advisement Process as perceived
by teacher-advisors, student-advisees, and administrators
in ten selected high schools in the Atlanta Public School
System.
H2 There will be no statistically significant difference between
the career development and planning of student who
participated in the Advisement Process as perceived by
teacher-advisors, student-advisees, and administrators in
ten selected high schools in the Atlanta Public School
System.
H3 There will be no statistically significant difference between
advisor-advisee relations as perceived by teacher-advisors,
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student-advisees, and administrators in ten selected high
schools in the Atlanta Public School System.
H4 There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on the
extent of training in the Advisement Process in ten
selected high schools in the Atlanta Public School System.
H5 There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on age in
ten selected high schools in the Atlanta Public School
System.
H6 There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on
educational attainment in ten selected high schools in the
Atlanta Public School System.
H7 There will be no statistically significant difference between
administrators’ and teacher-advisor’s perceptions of the
effectiveness of the Advisement Process based on
experience in ten selected high schools in the Atlanta
Public School System.
H8 There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on race in
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ten selected high schools in the Atlanta Public School
System.
H9 There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on gender
in ten selected high schools in the Atlanta Public School
System.
Definitions of Variables
The following definitions are provided to help establish the
clarity of this study.
Advisement Process--the assignment of 15-30 students to one
adult in a school as part of a program to develop a working
relationship to facilitate program planning, progress reporting,
and personal-social goals.
Program Planning--any activity dealing with the act of choosing
school courses, e.g., course selection, evaluation of course
schedule or tentative long-range educational planning.
Progress Reporting--systematic analysis by an advisor and
advisee concerning the advisees’ performance, behavior, or
actions to strive for continuous improvement and progression
toward accomplishing specific goals.
Career Development and Planning--a broad concept of the range
of activities related to students’ occupational awareness, self-
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awareness, and decision-making to help the student select and
prepare for a career.
Advisor-Advisee Relations--the one-to-one relationship that is
established between a school adult and a student who are
participants in a planned, structured program of advisement. It
is the sum total of their experiences as exhibited by their
feelings towards each other.
Effectiveness--a measure of the perceptions of functions of the
advisement process. These functions are progress reporting,
advisor-advisee relations, and career development and planning.
The measure of their effectiveness will be the mean scores on
specific survey items that may range from a high score of 5.0
(very effective) to a low score of 1.0 (very ineffective).
Teacher-Advisor--the adult who is assigned to work with 15-30
students in a program of advisement.
Student-Advisee--the student who is assigned and participates
with an adult (teacher-advisor) in a program of advisement.
Experience--the total of years working in a school setting as a
professional educator.
Extent of Training--refers to participation in an
inservice/workshop designed for the Advisement Process for
current assignment in an Advisement Program.
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Summary
Chapter III presented the theoretical framework for this study
on the Advisement Process. It contains a full description of the
dependent and independent variables. The two sets of independent
variables were identified as the perceptions of teacher-advisors,
student-advisees, and administrators; and the extent of training of
teacher-advisors and administrators. The dependent variables were
identified as career development and planning, and advisor-advisee
relations. A model was presented to illustrate how these variables
impact upon each other.
The chapter contains the null hypotheses for the study. These




Chapter IV is a presentation of the methods, materials and
procedures that were utilized in this study.
Design of the Study
The design of the study was descriptive. The study describes
the perceived differences in the effectiveness of the Advisement
Process and career development and planning by students, and the
perceived differences in the Advisement Process and advisor-advisee
relations. The study also describes the differences in the perceived
effectiveness of the Advisement Process and the extent of training in
the process. Unlike an experimental design in which the researcher
manipulates and controls the independent variables and observes the
dependent variables for variations related to the manipulations of the
independent variables, this study was concerned only with the
relationships which existed among the independent and dependent
variables.
The descriptive research design was defined by Ary, Jacobs, and
Razavich (1985) as follows:
Descriptive research studies are designed to obtain
information concerning the current status of phenomena.
They are directed toward determining the nature of a
situation as it exists at the time of the study. There is no
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administration or control of a treatment as is found in
experimental research. Their aim is to describe what
exists with respect to variables or conditions in a situation
(My, Jacobs, and Razavich 1985).
Description of the Setting
The setting for the study was ten high schools from the sixteen
high schools in the Atlanta Public School System. In as much as all
high schools are required to provide the advisement function as
mandated by State Standards by the Georgia Department of Education,
the ten high schools were selected utilizing a simple random selection
process. The random selection process was facilitated by the
Department of Research and Evaluation, Atlanta Public School System.
The department was requested to do a randomization that would
include high schools from each of the three administrative areas
(districts): Area I, Area II, and Area III, with specific attention that
high schools were included from each geographical quadrant of the
City of Atlanta. (The system has subsequently reorganized into two
administrative divisions--Elementary Division and Secondary Division,
thus eliminating the Area organization.) The factors requested in the
randomization selection were designed to provide an appropriate
cross-section of high schools that would lend toward the probability
that the results and conclusions of the study could be generalized to a
larger, universal population of high schools.
The following conditions were met in order to satisf~r the
requirements for the ten high schools to participate in the study:
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1. An approval of the principals of the ten high schools was
obtained and reported to the Department of Research and Evaluation.
2. Teachers participated only on a voluntary basis. The
administration of the instrument (teachers and students) did not
interfere with the instructional process and was not completed during
instructional time.
3. Students participated only on a voluntary basis. A letter of
approval signed by the parents of the students was on file at each high
school prior to the beginning of the research. A copy of the letter
requesting parental approval was sent to the Department of Research
and Evaluation.
4. The data collection phase of the study was completed by the
end of the 1990-91 school year.
Population and Sample
The sample population for this study consisted of ten high
school administrators, 67 teacher-advisors, and 1,1 17 student
advisees. The ten high school administrators represent the
administration of the ten randomly selected high schools. The 67
teacher-advisors represent the teacher-advisors who are assigned to
the eleventh and twelfth grades in the ten selected schools who chose
to participate in the study. The range of the population in the ten
selected high schools was 102-117 teacher-advisors. The 1,117
student-advisees represent all student-advisees who were assigned to
the eleventh and twelfth grades at the ten selected high schools. The
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determination to restrict the study to eleventh and twelfth grade
student-advisees was made on the assumption that the student
advisees would have had advisement experiences over a two to three
year period. Therefore, their experiences would provide them with a
broader basis for assessing the advisement process. All student
advisees who were assigned to eleventh and twelfth grades in the ten
selected high schools were asked to participate in the study. The
population of student-advisees ranged from 2,433 to 2,791 student
advisees who could have participated in the study.
Instrument
A structured survey questionnaire was used to collect the data on
the perceptions of the effectiveness of the Advisement Process, career
development and planning, advisor-advisee relations, and the extent of
training in the Advisement Process. There were twenty-eight items in
the survey questionnaire.
There were eleven items in the survey questionnaire pertaining
to effectiveness of the Advisement Process. These items were
numbered 1, 2, 5, 13, 14, 16, 19, 24, 25, 27, and 28.
There were eleven items in the survey questionnaire assessing
career development and planning. These items were numbered 3, 4,
7, 8, 9, 10, 11, 17, 20, 22, and 26.
There were six items in the survey questionnaire assessing
advisor-advisee relations. These items were numbered 6, 12, 15, 18,
21, and 23.
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The scoring for each item was: A. ~ Strongly Agree, B. 4 Agree,
C. ~ No Opinion, D. ~ Disagree, or E. I Strongly Disagree.
The survey questionnaires are the same for all participants in
the study. There is a difference in the Demographic Information for
student-advisees and the Demographic Information for teacher-
advisors and administrators.
The questionnaire was tested for face validity and extant clarity
in a field-test at a high school not included in those selected to
participate in the study. The population for the validity test was one
administrator, two twelfth grade teacher-advisors, ten eleventh grade
student-advisees, and ten twelfth grade student-advisees. Based upon
this validity study, one survey item was deleted. This item was
replaced with another item related to the same variable. The field test
upheld the content validity of the survey and confirmed the extant
clarity of the instrument.
Data Collection Procedures
Following the identification of the ten high schools randomly
selected by the Department of Research and Evaluation, packets of
materials were hand-delivered to each of the ten high schools. Each
packet was identified with specific codes ranging from 001 through
010 to facilitate the identification of the school only. The school
identification code was unique to each school and had no significance
to identification of administrators, teacher-advisors, or student-
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advisees. This fact was explained in the letter to each group of
participants.
The packet for each school contained the following items:
1. An envelope for the administrator that contained:
a Letter from Department of Research and Evaluation
authorizing the study
b. Letter requesting the administrators’ participation
in the study
c. Survey Questionnaire for the administrator
d. Letter identifying the homeroom levels to be included
in the study with description of the other letters.
2. Packets for each homeroom that contained:
a Letter to the teacher-advisors
b. Letter for each of the student-advisees
c. Letter to parents requesting permission for student
advisees to participate in the study
d. Survey Questionnaire for teacher-advisors
e. Survey Questionnaire for student-advisees.
The survey process was administered under the authority of
each school administrator. It was recommended that the
administrator and the teacher-advisors complete the Survey
Questionnaire with the student-advisees during a scheduled
Advisement Session.
It was requested that all materials be returned in the same
envelope to the administrator of the school. Couriers were used to
retrieve the materials from each school.
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Statistical Applications
The hypotheses for this descriptive study are:
1. There will be no statistically significant difference between
the effectiveness of the Advisement Process as perceived
by teacher-advisors, student-advisees, and administrators
in ten selected high schools in the Atlanta Public School
System.
2. There will be no statistically significant difference between
the career development and planning of students who
participated in the Advisement Process as perceived by
teacher-advisors, student-advisees, and administrators in
ten selected high schools in the Atlanta Public School
System.
3. There will be no statistically significant difference between
advisor-advisee relations as perceived by teacher-advisors,
student-advisees, and administrators in ten selected high
schools in the Atlanta Public School System.
4. There will be no statistically significant difference between
administrators’ and teacher- advisors’ perceptions of the
effectiveness of the Advisement Process based on the
extent of training in the Advisement Process in ten
selected high schools in the Atlanta Public School System.
5. There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on age in
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ten selected high schools in the Atlanta Public School
System.
6. There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on
educational attainment in ten selected high schools in the
Atlanta Public School System.
7. There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on
experience in ten selected high schools in the Atlanta
Public School System.
8. There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on race in
ten selected high schools in the Atlanta Public School
System.
9. There will be no statistically significant difference between
administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process based on gender
in ten selected high schools in the Atlanta Public School
System.
The Analysis of Variance (ANOVA) procedure was utilized in this
study. This procedure was chosen to describe and interpret existing
conditions in the population of administrators, teacher-advisors, and
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student-advisees in different schools with Advisement Programs. The
Analysis of Variance was defined by Ary, Jacobs, and Razavik (1972) as
follows:
In Analysis of Variance (ANOVA) a ratio of observed
differences/error term is used to test hypotheses. This
ratio, called the F-RATIO, employs the variance (02) of
group means as a measure of observed differences among
groups. ANOVA can test the difference between two or
more means (Ary, Jacobs, and Razavik 1972).
The one-way Analysis of Variance (ANOVA) was used to test
hypotheses H1, H2 and H3 to determine if a statistically significant
difference existed among the three groups--administrators, teacher-
advisors and student-advisees. A two-way Analysis of Variance
(ANOVA) was used to test hypotheses H4, H5, H6, H7, H8 and H9. The
level of significance was set at .05. The Analysis of Variance is a
technique that is used to determine the significance of the difference
between more than two means. In the Analysis of Variance, however, a
direct comparison of means is not made. Instead, an inference is
made about the difference within samples to the variance between the
sample means (Geilman, 1973).
Summary of Methods and Procedures
Chapter IV presented the methods, materials and procedures
utilized in the study. The rationale for the development of the study
using a descriptive research design was presented.
The chapter contained a reporting of the procedures used to
determine the ten high schools selected to participate in the study.
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The process was facilitated by the Department of Research and
Evaluation of the Atlanta Public Schools.
The sample population consisted of ten high school
administrators, 67 teacher-advisors and 1,117 student-advisees. The
teacher-advisors and the student-advisees were assigned to eleventh
and twelfth grades at the ten selected schools.
A structured survey questionnaire was used to collect the data
for the study. The survey questionnaire was piloted for face validity
and extant clarity at a high school not included in the study
population.
The surveying process was documented step-by-step. The
Analysis of Variance (ANOVA) was utilized in the study.
CHAPTER V
Analysis of the Data
This chapter presents statistical data and discussion related to
the hypotheses of the study. The purpose of this study was to assess
the perceptions of the Advisement Process in selected high schools.
In order to do this, educational administrators, teacher-advisors and
student-advisees were asked to complete an Advisement Process
Survey Questionnaire and a biographical data form. The data derived
from these sources were analyzed as the basis to compare the
perceptions of the administrators, teacher-advisors and student
advisees.
Administrators and Teacher-Advisors
Table 1 provides the chronological ages of the administrators
and teacher-advisors groups. Forty percent of the administrators were
in the 45-50 year-old category, and forty percent were over 50 years
of age. None of the administrators were below 40 years of age.
The 4 1-45 age group with 29% represented the largest
percentage of teacher-advisors, followed closely by the 46-50 years
category with 28%. Twenty percent of this group was over 50 years
old and 15% was 36-40 years old. The remaining teacher-advisors




DESCRIPTION OF SAMPLE GROUP BY AGE
(Administrators and Teacher-Advisors)
26-29 30-35 36-40 41-45 46-50 > 50
Group Years Years Years Years Years Years
Administrators 0 0 0 2 4 4
Teacher-Advisors 2 2 10 19 18 13
TOTAL 2 2 10 21 22 17
The data on teaching experiences show 90% of the
administrators with over 20 years experience is reported in Table 2.
One administrator (10%) reported less than 20 years of teaching
experience. Fifty-two percent of the teacher-advisors had over 20
years experience, 23% with 16-20 years, 6% with 11-15 years, 8%
had 6-10 years and 11% reported 1-5 years of experience.
TABLE 2
DESCRIPTION OF SAMPLE GROUP BY TEACHING EXPERIENCE
(Administrators and Teacher-Advisors)
1-5 6-10 11-15 16-20 Over 20
Group Years Years Years Years Years
Administrators 0 0 0 1 9
Teacher-Advisors 7 5 4 15 34
TOTAL 7 5 4 16 43
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Table 3 indicates 80% of the administrators were males and
20% were females. Seventy-five percent of the teacher-advisors were
females and 25% were males.
TABLE 3
DESCRIPTION OF SAMPLE GROUP BY GENDER
(Administrators and Teacher-Advisors)
Percent Percent
Male of Female of
Group N Group N Group
Administrators 8 80% 2 20%
Teacher-Advisors 16 25% 48 75%
TOTAL 24 32% 50 68%
Table 4 shows that there were four administrators with Masters
Degrees, three with a Specialist Degree and three with the Doctorate
Degree. Forty-nine percent of the teacher-advisors held Masters
Degrees, thirty-two percent held Bachelor Degrees, seventeen percent
had Specialist Degrees, and two percent had earned the Doctorate
Degree. The Masters Degree was ranked number 1 among all degrees
held by both groups, with 4 administrators and 32 teacher-advisors
holding that degree. The Bachelors Degree ranked number 2 with 21
teacher-advisors holding that degree. Three administrators and
eleven teacher-advisors, making up 19 percent of the groups led to
the Specialist Degree’s number 3 ranking. Five percent of the groups
held the Doctorate Degree which ranked number 4.
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TABLE 4
DESCRIPTION OF SAMPLE GROUP BY EDUCATIONAL AYfAINMENT
(Administrators and Teacher-Advisors)
AJ3./ MA! Ed.D.
Group B.S. % M.Ed. % Ed.S. % Ph.D. %
Administrators 0 0% 4 40% 3 30% 3 30%
Teacher-Advisors 21 32% 32 49% 11 17% 1 02%
TOTAL 21 28% 36 48% 14 19% 4 05%
The racial composition of the groups is reported in Table 5.
Ninety percent of the administrators and 81 percent of the teacher
advisors were African-Americans. Caucasians made up the second
largest group with eleven percent. One percent was reported as
Asians and one percent as Hispanics. Other category was reported by
four percent of the racial make-up.
TABLE 5
DESCRIPTION OF SAMPLE GROUP BY RACE
(Administrators and Teacher-Advisors)
African
Group Americans % Asian % Caucasian % Hispanic % Other ~
Administrators 9 90% 0 0% 1 10% 0 0% 0 0 0%
Teacher-Advisors 52 81% 1 02% 7 11% 1 02% 3 05%
TOTAL 61 82% 1 01% 8 11% 1 01% 3 04%
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Table 6 indicates that the administrators’ average age is over 50
years compared to just under 50 years for the average teacher-advisor.
Administrators and teacher-advisors had over 20 years of experience
in the field. The average educational attainment for the administrators
was the equivalent of the Educational Specialist. The average
educational attainment for teacher-advisors was near the Masters
Degree category.
TABLE 6
DESCRIPTION OF SAMPLE GROUP AVERAGES BY AGE,
TEACHING EXPERIENCE AND EDUCATIONAL ATI’AINMENT
(Administrators and Teacher-Advisors)
Teaching Educational
Group Age* Experience** Attainment***
Administrators 10 Over Over Educational
50 yrs. 20 yrs. Specialist
~=6.2 ~=4.7
Teacher-Advisors 66 46-50 Over
yrs. 20 yrs. Masters
5~ = 5.37 = 4.01 = 1.87
TOTAL 76
* Score range 1.00-7.00
** Score range 1.00-5.00
*** Score range 1.00-4.00
Specialized training in the Advisement Process, as indicated in
Table 7, is reported by sixty percent of the administrators. Teacher
advisors reported 48% with specialized training. Seventy percent of
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the administrators participated in an Individually Guided Education
(IGE) Clinical compared to 53% of the teacher-advisors. Sixty percent
of the administrators and 61% of the teacher-advisors participated in
an inservice!workshop designed for the Advisement Process. The
teacher-advisors reported 90% with advisement programs in their
current school while 80% of the administrators reported programs in
the school. Ninety-four percent of the teacher-advisors were currently
assigned as advisors, with 30% of the administrators assigned as
advisors. Eighty-six percent of the teacher-advisors were meeting
with student-advisees at least once every four weeks with 33% of the
administrators meeting student-advisees during the same time frame.
TABLE 7
DESCRIPTION OF EXTENT OF TRAINING IN ADVISEMENT PROCESS
(Administrators and Teacher-Advisors)
Specialized LG.E. Inservice? Advisement Assigned As Meetings With
Training Clinical Workshop Program Advisors Mvlsees
Yes % No % Yes % No % Yes % No % Yes % No % Yes % No % Yes % No %
AdmInistrators 6 60 4 40 7 70 3 30 6 60 4 40 8 80 2 20 3 30 7 70 3 33 6 67
Teacher-Advisors 29 48 31 52 36 55 30 45 40 61 26 39 65 98 02 02 62 94 04 06 50 86 08 14




Five hundred thirty-five student-advisees representing 48% of
the group were 17 years of age, with 36% represented by 18 years of
age. Sixteen years contained 13% of the student-advisees. Under 16
years, 19 years, and over 19 years were reported by 1%, 3% and 1%
respectively. This data is reported in Table 8.
TABLE 8
DESCPW~ION OF SAMPLE GROUP BY AGE
(Student-Advisees)
<16 16 17 18 19 >19
Group Yrs. % Yrs. % Yrs. % Yrs. % Yrs. % Yrs. 9ii
Student-Advisees 4 01 139 13 535 48 401 36 28 03 9 01
Table 9 reports that 51% of the group were Juniors and 49%
were Seniors. The respective numbers were 567 and 550.
TABLE 9
DESCRIPTION OF SAMPLE GROUP BY GRADE LEVEL
(Student-Advisees)
Group N Juniors Percent Seniors Percent
Student-Advisees 1117 567 51 550 49
Table 10 indicates that of the 676 female student-advisees, 51%
were Juniors and 49% were Seniors. There were 439 males in the
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group; equally divided percentage wise, 50% Juniors and 50%
Seniors. Sixty-one percent of the student-advisees were females and
39% were males.
TABLE 10
DESCRIPTION OF SAMPLE GROUP BY GENDER AND GRADE LEVEL
(Student-Advisees)
Group Female Percent Male Percent
Juniors 348 51% 219 50%
Seniors 328 49% 220 50%
TOTAL 676 100% 439 100%
A description of the student-advisee group by race and grade
level is shown in Table 11. Ninety-three percent of the Juniors and
91% of the Seniors were African-Americans. Three percent of the
Juniors and four percent of the Seniors were Caucasians. Asians were
represented by 01 percent at each grade level. Three percent of the
Juniors were Hispanic and four percent of the Seniors were classified
as Hispanic. Native Americans were not statistically represented in
the student-advisee group.
TABLE 11
DESCRIPTION OF SAMPLE GROUP BY RACE AND GRADE LEVEL
(Student-Advisees)
African
Group Americans % Asian % Caucasian % Hispanic %
Juniors 514 93% 6 01% 19 03% 14 03%
Seniors 488 91% 5 01% 22 04% 19 04%




Table 12 provides the chronological ages of the subjects
according to grade levels. Among Juniors, 5 percent were under 16
years of age, 24% were 16 years old, 64% were 17 years old, 10%
were 18 years of age. Nineteen year olds were at 1 percent and over
19 years were negligible percentagewise. Sixty-two of the Seniors
were 18 years old, 31% were 17 years old, 4 percent were 19 years
old. Over 19 years held 1%, and 16 years and under 16 years were
less than 1%.
TABLE 12
DESCRIPTION OF SAMPLE GROUP BY AGE AND GRADE LEVEL
(Student-Advisees)
<16 16 17 18 19 >19
Group N Years % Years % Years % Years % Years % Years %
JunIors 564 3 05 136 24 362 64 58 10 4 01 1 0
Seniors 549 1 - 3 .05 171 31 343 62 24 04 7 .01
TOTAL 1113 4 - 139 12 533 48 401 36 28 02 8 -
64
Table 1 through Table 12 provides comprehensive descriptive
data of the three groups that participated in the study. The data are
now presented to test the hypotheses.
H1 There will be no statistically significant difference
between the effectiveness of the Advisement Process
as perceived by teacher-advisors, student-advisees,
and administrators in ten selected high schools in
the Atlanta Public School System.
Table 13 presents the results of the Analysis of Variance
(ANOVA) to test this hypothesis. The table shows that the perceptions
of the three groups did not differ significantly regarding the
effectiveness of the Advisement Process. The mean score for
administrators is 3.99. The mean score for teacher-advisors is 3.47
and the mean score for student-advisees is 3.51.
The F statistic equals 1.9032 with 2 degrees of freedom. Taking
(alpha) at 0.05, F (alpha) equals 3.00. Since the 1.9032 is less than
3.00, the hypothesis is accepted concluding that teacher-advisors,
student-advisees, and administrators have the same perceptions of the
effectiveness of the Advisement Process. Even though there are
observable differences among the three means, they are not significant
differences.
TABLE 13
ANOVA FOR PERCEPTION OF ADMINISTRATORS, TEACHER-ADVISORS AND
STUDENT-ADVISEES OF EFFECTIVENESS OF THE
ADVISEMENT PROCESS
Sum of Mean
Group Source DF Squares Squares F Value PR> F
Administrators 3.99 10 Between 2 2.3821 1.1911 1.9032 .1495
Teacher-Advisors 3.47 68 Within 1187 742.8657 .6258
Corrected




H2 There will be no statistically significant difference
between the career development and planning of
students who participated in the Advisement
Process as perceived by teacher-advisors, student
advisees, and administrators in ten selected high
schools in the Atlanta Public School System.
Table 14 presents the results on the Analysis of Variance
(ANOVA) to test this hypothesis. The results of the ANOVA show that
there is no statistically significant difference in career development
and planning as perceived by the three groups. The mean scores are
4.04 for administrators, 3.87 for teacher-advisors, and 3.69 for
student-advisees.
The F statistic equals 2.8607 with 2 degrees of freedom. Taking
(alpha) at 0.05, F (alpha) equals 3.00. Since the 2.8607 is less than
3.00, the hypothesis is accepted. Teacher-advisors, student-advisees,
and administrators have the same statistical perception of career
development and planning of students who participate in the
Advisement Process.
TABLE 14
ANOVA FOR CAREER DEVELOPMENT AND PLANNING OF STUDENTS
AS PERCEIVED BY ADMINISTRATORS, TEACHER-ADVISORS
AND STUDENT-ADVISEES
Sum of Mean
Group Source DF Squares Squares F Value PR> F
Administrators 4.04 10 Between 2 3.2423 1.6211 2.8607 .0576
Teacher-Advisors 3.87 68 Within 1185 671.5354 .5667
Corrected
Student-Advisees 3.69 1110 Total 1187 674.7777
I
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H3 There will be no statistically significant difference
between advisor-advisee relations as perceived by
teacher-advisors, student-advisees, and administrators
in ten selected high schools in the Atlanta Public
School System.
Table 15 presents the results of the Analysis of Variance
(ANOVA) to test this hypothesis. The mean score for teacher-advisors
is 3.72. The mean score for student-advisees is 3.53. The mean score
for administrators is 3.96.
The F statistic is 2.7772 with 2 degrees of freedom. Taking
(alpha) at 0.05, F (alpha) equals 3.00. Since the 2.7772 is less than
3.00, the hypothesis is accepted. The results in Table 15 show that
there is no statistically significant difference in advisor-advisee
relations as perceived by teacher-advisors, student-advisees, and
administrators.
TABLE 15
ANOVA OF ADVISOR-ADVISEE RELATIONS AS PERCEIVED BY ADMINISTRATORS,
TEACHER-ADVISORS AND STUDENT-ADVISEES
Sum of Mean
Group 5? Source DF Squares Squares F Value PR> F
Administrators 3.96 10 Between 2 3.9782 1.9891 2.7772 .0626
Teacher-Advisors 3.72 68 Within 1182 846.5785 .7162
Corrected




H4 There will be no statistically significant difference
between administrators’ and teacher-advisors’
perceptions of the effectiveness of the Advisement
Process based upon the extent of training on the
Advisement Process in ten selected high schools in
the Atlanta Public School System.
Table 16 and Table 17 provide the data and the results of the
ANOVA to test this hypothesis. Table 16 is a report of the cell means
for the two-way ANOVA reported in Table 17.
The results of the Analysis of Variance (ANOVA) show that there
is no statistically significant difference between the two groups. The F
statistic equals 0.445 with degrees of freedom 1 and 73.
Taking (alpha) at 0.05, F (alpha) equals 4.00. Since the 0.445 is
less than 4.00, the hypothesis is accepted, and it is concluded that
administrators and teacher-advisors do not have significantly different
perceptions of the effectiveness of the Advisement Process based upon
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= 3.99 = 4.00
u= (8) u= (2)
~= 3.48 ~= 4.05
u= (65) i~= (2)
TABLE 17
ANOVA FOR EXTENT OF TRAINING AND PERCEIVED EFFECTIVENESS OF THE
ADVISEMENT PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects 2.502 2 1.251 2.047 0.136
Ext train 0.355 1 0.355 0.58 1 0.449
Position 1.593 1 1.593 2.607 0.111
2-Way Interactions 0.272 1 0.272 0.445 0.507
Ext train Position 0.272 1 0.272 0.445 0.507
Explained 2.774 3 0.925 1.513 0.218
Residual 44.613 73 0.611
TOTAL 47.387 76 0.624
-~1
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H5 There will be no statistically significant difference
between perceptions of administrators and teacher-
advisors of the effectiveness of the Advisement
Process based on age in ten selected high schools in
the Atlanta Public School System.
Table 18 and Table 19 provide the data and the results of the
ANOVA to test this hypothesis. Table 18 is a report of the cell means
for the two-way ANOVA reported in Table 19.
The results of the ANOVA show that there is no statistically
significant difference between age and the effectiveness of the
Advisement Process as perceived by administrators and teacher-
advisors.
The F statistic equals 0.384 with degrees of freedom 2 and 73.
Taking (alpha) at 0.05, F (alpha) equals 3.15. Since the 0.384 is less
than 3.15, the hypothesis is accepted.
TABLE 18
CELL MEANS FOR AGE AND PERCEIVED EFFECTIVENESS OF THE A1)VISEMENT
PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
< 25 26-30 31-35 36-40 41-45 46-50 > 50
Groun Years Years Years Years Years Years Years
P Administrators = 0.00 3? = 0.00 3? = 0.00 5? =0.00 5? = 4.14 3? = 3.66 3? =4.25





0 Advisors 3?=0.00 5?=3.59 5?=4.45 5?=3.67 3?=3.41 3E=3.41 3t=3.52
N n=(0) n=(2) n=(2) n=(10) n=(19) n=(19) n=(13)
TABLE 19
ANOVA FOR AGE AND PERCEIVED EFFECTIVENESS OF THE ADVISEMENT
PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects 4.702 6 0.784 1.300 0.270
Age 2.716 5 0.543 0.901 0.486
Position 2.336 1 2.335 3.875 0.053
2-Way Interactions 0.463 2 0.231 0.384 0.683
Age Position 0.463 2 0.23 1 0.384 0.683
Explained 5.165 8 0.646 1.071 0.394
Residual 39. 189 65 0.603




H6 There will be no statistically significant difference
between administrators’ and teacher-advisors’
perceptions of the effectiveness of the Advisement
Process based on educational attainment in ten
selected high schools in the Atlanta Public School
System.
Table 20 and Table 21 provide the data and the results of the
ANOVA to test this hypothesis. Table 20 is a report of the cell means
for the two-way ANOVA reported in Table 21.
The F statistic equals 1.449 with degrees of freedom 2 and 68.
Taking (alpha) at 0.04, F (alpha) equals 3.15. Since the 1.449 is less
than 3.15, the hypothesis is accepted. Therefore, it is concluded that
there is no statistically significant difference between education
attainment and the perceptions of the effectiveness of the Advisement
Process by teacher-advisors and administrators.
TABLE 20
CELL MEANS FOR EDUCATION ATI’AINMENT AND PERCEIVED
EFFECTIVENESS OF THE ADVISEMENT PROCESS
BY ADMINISTRATORS AND TEACHER-ADVISORS
Group A.B./B.S. I M.A./N.Ed. Ed.S. Ed.D./Ph.D.
Administrators = 0.00 = 3.84 = 4.00 5~ =4.18
u = (0) = (4) = (3) = (3)
Teacher-
Advisors = 3.76 = 3.23 = 3.79 = 2.27
n=(21) n=(32) n=(11) n=(1)
TABLE 21
ANOVA FOR EDUCATION ATTAINMENT AND PERCEIVED EFFECTIVENESS OF THE
ADVISEMENT PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects 7.003 4 1.751 3.077 0.022
Educ 4.741 3 1.580 2.778 0.048
Position 2.521 1 2.521 4.431 0.039
2-Way Interactions 1.649 2 0.825 1.449 0.242
Educ Position 1.649 2 0.825 1.449 0.242
Explained 8.652 6 1.442 2.535 0.028
Residual 38.690 68 0.569
TOTAL 47.342 74 0.640
00
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H7 There will be no statistically significant difference
between administrators’ and teacher-advisors’
perceptions of the effectiveness of the Advisement
Process based on experience in ten selected high
schools in the Atlanta Public School System.
Table 22 is a report of the cell means for effectiveness of the
Advisement Process based upon teaching experience. Table 23 shows
the results of the two-way ANOVA to test this hypothesis.
The F statistic equals 0.305 with degrees of freedom 1 and 68.
Taking (alpha) at 0.05, F (alpha) equals 4.00. Since the 0.305 is less
than 4.00, the hypothesis is accepted. There is no statistically
significant difference between experience and perceived effectiveness
of the Advisement Process by teacher-advisors and administrators.
TABLE 22
CELL MEANS FOR YEARS OF EXPERIENCE AND EFFECTIVENESS
OF THE ADVISEMENT PROCESS BY ADMINISTRATORS
AND TEACHER-ADVISORS
1-5 6-10 11-15 16-20 Over 20
Group Years Years Years Years Years
P Administrators 3? = 0.00 5~ = 3.73 5~ = 0.00 ~ =0.00 ~E = 4.02





0 Advisors ~=3.47 5?=3.69 3?=3.61 5?=3.30 3~=3.48





ANOVA FOR TEACHING EXPERIENCE AND PERCEIVED EFFECTIVENESS OF THE
ADVISEMENT PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects
Exp train 3.084 5 0.617 0.998 0.425
Position 0.658 4 0.165 0.266 0.899
2-Way Interactions 0.188 1 0.188 0.305 0.583
Exp train Position 0.188 1 0.188 0.305 0.583
Explained 3.273 6 0.545 0.883 0.512
Residual 42.016 68 0.618




H8 There will be no statistically significant difference
between administrators’ and teacher-advisors’
perceptions of the effectiveness of the Advisement
Process based on race in ten selected high schools
in the Atlanta Public School System.
Table 24 and Table 25 report the data and results of the two-way
ANOVA to test this hypothesis. Table 24 shows the cell means for
effectiveness of the Advisement Process based upon race. Table 25 is
the data for the ANOVA that produced the conclusion that this
hypothesis is accepted.
The F statistic equals 0.0 19 with degrees of freedom 1 and 69.
Taking (alpha) at 0.05, F (alpha) equals 4.00. Since the 0.019 is less
than 4.00, the hypothesis is accepted. There is no statistically
significant difference between race and the effectiveness of the
Advisement Process as perceived by teacher-advisors and
administrators.
TABLE 24
CELL MEANS FOR RACE AND PERCEIVED EFFECTIVENESS OF THE ADVISEMENT
PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
African
Group Americans Asian Caucasian Hispanic Other
P Administrators = 4.05 = 0.00 = 3.45 = 0.00 = 0.00





0 Advisors 3.53 4.82 ~=2.82 3~= 2.27 3~=3.94




ANOVA FOR RACE AND PERCEIVED EFFECTIVENESS OF THE ADVISEMENT
PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects 9.713 5 1.943 3.477 0.007
Race 7.383 4 1.846 3.304 0.016
Position 2.422 1 2.422 4.335 0.041
2-Way Interactions 0.011 1 0.011 0.019 0.891
Race Position 0.011 1 0.011 0.019 0.891
Explained 9.723 6 1.621 2.901 0.014
Residual 37.428 67 0.559




H9 There will be no statistically significant difference
between administrators’ and teacher-advisors’
perceptions of the effectiveness of the Advisement
Process based on gender in ten selected high
schools in the Atlanta Public School System.
Table 26 and Table 27 provide the data and results of the two-
way ANOVA to test this hypothesis. The results of the ANOVA show
that there is no statistically significant difference between the two
groups.
The F statistic equals 0.232 with degrees of freedom 1 and 69.
Taking (alpha) at 0.05, F (alpha) equals 4.00. Since the 0.232 is less
than 4.00, the hypothesis is accepted. There is no statistically
significant difference between gender and the effectiveness of the
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~= 3.82 5~= 4.03
n= (2) ~= (8)
~= 3.53 ~= 3.44
~= (48) n= (16)
TABLE 27
ANOVA FOR GENDER AND PERCEIVED EFFECTIVENESS OF THE ADVISEMENT
PROCESS BY ADMINISTRATORS AND TEACHER-ADVISORS
Sum of Mean Significance
Source of Variation Squares DF Square F of F
Main Effects 1.656 2 0.828 1.298 0.280
Gender 0.022 1 0.022 0.035 0.853
Position 1.599 1 1.599 2.505 0.118
2-Way Interactions 0.148 1 0.148 0.232 0.632
Gender Position 0.148 1 0.148 0.232 0.632
Explained 1.804 3 0.601 0.942 0.425
Residual 44.034 69 0.638





The purpose of the study was to assess the perceptions of
administrators, teacher-advisors and student-advisees regarding the
effectiveness of the Advisement Process in ten selected high schools
in the Atlanta Public School System. The results of the study indicate
that there is no statistically significant differences between the
administrators, teacher-advisors and student-advisees with regards to
the effectiveness of the Advisement process.
Chapter V presents a very comprehensive set of data
characterizing the study groups according to the sub-variables of age,
gender, education attainment, professional experience and race. It
also profiles the adult groups by extent of training in the Advisement
Process.
Utilizing both one-way and the two-way Analysis of Variance
(ANOVA), each of the null hypotheses was accepted.
CHAPTER VI
Findings, Conclusions, Implications and Recommendations
Advisement programming is an effort by many schools to
personalize the school environment. Advisement programming
provides a delivery system of services centered on individual students
(advisees) combined with caring adults (advisors) in the context of a
school day. Students are coupled with advisors for a specified amount
of time. The structure of the program may vary from school to school;
however, regular personal contact is stressed. Advisement
programming is structured so as to promote the educational
development of each student, increase school-wide communication,
improve home-school relations, and emphasize the personal and social
development of each student (Bobbe, 1988).
The purpose of this study was to determine the perceptions of
administrators, teacher-advisors and student-advisees regarding the
Advisement Process in ten selected high schools in the Atlanta Public
School System. The study proposed to relate these perceptions to
student career development and planning, advisor-advisee relations
and the extent of training in the Advisement Process.
The following research questions were generated for the study:
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1. Is there a difference in the perceptions held by teachers,
students, and administrators regarding the effectiveness of the
Advisement Process?
2. Is there a difference in the perceptions held by teachers,
students, and administrators regarding the career development and
planning of students who participated in the Advisement Process?
3. Is there a difference in the perceptions held by teachers,
students, and administrators regarding advisor-advisee relations by
those who participated in the Advisement Process?
4. Is there a difference in the perceptions held by teachers and
administrators based upon the extent of training in the Advisement
Process?
5. Is there a difference in the perceptions held by teachers and
administrators based upon age, education attained, experience in
teaching field, race, or gender regarding the effectiveness of the
Advisement Process?
To study these variables, administrators, teacher-advisors and
student-advisees completed a survey questionnaire and demographic
data form.
The sample population for the study consisted of 10
administrators, 67 teacher-advisors and 1,117 student-advisees from
the ten selected high schools in the Atlanta Public School System.
The ten high schools were randomly selected by the Department of
Research and Evaluation to present a broad cross-section of the
geographical areas of the Atlanta Public School System.
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The structured survey questionnaire was used to collect the data.
The questionnaire was tested for face validity and extant clarity in a
pilot study in a high school not included in the study. Participants in
the study were one administrator, two twelfth grade teacher-advisors,
two eleventh grade teacher-advisors, ten twelfth grade student
advisees, and ten eleventh grade student-advisees.
The questionnaire measured the following: (a) perceived
effectiveness, (b) student career development and planning, (c)
advisor-advisee relations, (d) extent of training, and (e) age, gender,
teaching experience, educational attainment and race. The scoring for
each question was: A. ~ Strongly Agree, B. 4. Agree, C. 3 No Opinion,
D. ~ Disagree, and E. j Strongly Disagree.
The Analysis of Variance (ANOVA), one-way and two-way test,
was used to analyze data from the questionnaire and to determine the
degree of difference, if any, between variables.
Findings
1. Results and conclusions of Hypothesis 1: Table 13 showed
that there is no statistically significant difference in the perceptions of
the three groups regarding the effectiveness of the Advisement
Process. The null hypothesis was accepted.
2. Results and conclusions of Hypothesis 2: Table 14 showed
that there is no statistically significant difference in the perceptions of
administrators, teacher-advisors, and student-advisees regarding
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student career development and planning. The null hypothesis is
accepted.
3. Results and conclusions of Hypothesis 3: Table 15 showed
that there is no statistically significant difference between advisor
advisee relations and the perceptions of administrators, teacher-
advisors, and student-advisees. The null hypothesis is accepted.
4. Results and conclusions of Hypothesis 4: The results of the
ANOVA to test this hypothesis is presented in Table 16 and Table 17.
The results of the study showed that there is no statistically significant
difference between the extent of training in the Advisement Process
and effectiveness of the Advisement Process as perceived by teacher-
advisors and administrators.
5. Results and conclusions of Hypothesis 5: There will be no
statistically significant difference between administrators’ and
teacher-advisors’ perceptions of the effectiveness of the Advisement
Process based on age. The results of the ANOVA to test this
hypothesis showed that there was no significant difference between
the perceptions of the effectiveness of the Advisement Process based
on age by the two groups. Therefore, the null hypothesis is accepted.
The data for this conclusion is reported in Tables 18 and 19.
6. Results and conclusions of Hypothesis 6: There will be no
statistically significant difference between administrators’ and
teacher-advisors’ perceptions of the effectiveness of the Advisement
Process based on educational attainment. Tables 20 and 21 showed
that this hypothesis is accepted because there was no statistically
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significant difference between the groups’ perceptions of the
effectiveness of the Advisement Process based upon educational
attainment.
7. Results and conclusions of Hypothesis 7: Table 22 and
Table 23 reported the data of the ANOVA to test this hypothesis. The
results concluded that the hypothesis is accepted because there was
no statistically significant difference between administrators’ and
teacher-advisors’ perceptions of the effectiveness of the Advisement
Process based on experience in the teaching field.
8. Results and conclusions of Hypothesis 8: There will be no
statistically significant difference between administrators’ and
teacher-advisors’ perceptions of the effectiveness of the Advisement
Process based on race. The results of the ANOVA to test this
hypothesis was shown in Tables 24 and 25. The conclusion reached
was that there was no statistically significant difference based on race
and the administrators’ and teacher-advisors’ perceptions of the
effectiveness of the Advisement Process. The null hypothesis was
accepted.
9. Results and conclusions of Hypothesis 9: There will be no
statistically significant difference between administrators’ and
teacher-advisors’ perceptions of the effectiveness of the Advisement
Process based on gender. The results of the ANOVA to test this
hypothesis were presented in Tables 26 and 27. The tables showed
that there is no statistically significant difference between the groups’
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perceptions of the effectiveness of the Advisement Process based on
gender. Therefore, the null hypothesis was accepted.
Null hypotheses H1, H2, H3, H4, H5, H6, H7, H8 and H9 were
accepted.
The concept of effectiveness for this study was defined as a
measure of the perceptions of the functions of the Advisement
Process. These functions are progress reporting, advisor-advisee
relations and career development and planning. The measure of their
effectiveness will be the mean scores on specific survey items. The
mean scores may range from a high score of 5.00 (very effective) to a
low score of 1.00 (very ineffective).
A review of the mean scores produced in this study reveals
scores that cluster in the range of 3.50 to 4.00. These high mean
scores are interpreted as favorable responses by administrators,
teacher-advisors, and student- advisees towards the Advisement
Process.
Over 75% of the professionals participating in the study--
administrators and teacher-advisors--reported over 15 years of
professional experience. The experience factor is significant because
it parallels the introduction and development of the Advisement
Process in the Atlanta Public School System. The Advisement Process
was formally introduced with the Individually Guided Education
(LG.E.) Program in July, 1975. Over 50% of the administrators and
teacher-advisors participated in one of the I.G.E. Clinicals (Workshop).
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Additionally, the extent of training in the Advisement Process
reported by administrators and teacher-advisors is significant to
implementation of the Advisement Process. Sixty percent of the
administrators and sixty-one percent of the teacher-advisors received
training in an inservice/workshop designed for the Advisement
Process.
The study showed that the perceptions of the effectiveness of
the Advisement Process does not differ significantly between
administrators, teacher-advisors, and student-advisees in the ten
selected high schools in the Atlanta Public School System.
Conclusions
Administrators, teacher-advisors and student-advisees perceived
the Advisement Process to be an effective program in their schools. It
was significant that each group, with distinct positions and
responsibilities in the process, had similar high perceptions of the
program.
The function of student career development and planning is
being met through implementation of the Advisement Process. This
guidance and counseling dimension of the Advisement Process is
facilitated through the administration of an advisement program.
The fact that there was no statistically significant difference in
the perceptions of advisor- advisee relations by administrators,
teacher-advisors, and student-advisees leads to the conclusion that
student-teacher rapport is enhanced by a program of advisement.
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The results of the study lead to the conclusion that the
perceptions held by administrators and teacher-advisors of the
effectiveness of the Advisement Process based upon the extent of their
training in the Advisement Process does not differ statistically.
However, the extent of training in the Advisement Process by
administrators and teacher-advisors is linked to the implementation of
the Advisement Program and is tied to the role of the administrators
and teacher-advisors in the process. Training is related to effective
participation in the Advisement Process.
Age, race and gender are variables in the demographic domain
found not to significantly influence the perceptions of the adult groups
of the effectiveness of the Advisement Process.
The data revealed the considerable experience in the field by
administrators and teacher-advisors. The researcher concludes that
both groups were mostly experienced veterans who have spent a
considerable period of their professional lives involved with the
Advisement Process.
Implications
Based on the findings and conclusions, the following
implications are drawn:
(1) The Advisement Process is very favorably perceived by the
administrators, teacher-advisors, and student-advisees who participate
in the process. They support the use of school time to implement a
program of advisement.
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(2) The implementation of the Advisement Process significantly
broadens the guidance and counseling functions in the school by
significantly increasing the number of adults fulfilling guidance and
counseling functions.
(3) Teachers, as advisors, are qualified and trained to carry out
a number of responsibilities previously reserved to counselors.
Assisting students in career development and planning is just one
such responsibility.
(4) Interpersonal skills are improved through the interactions
that are part of the thrust of advisement. The relationships that
teacher-advisors and student-advisees develop during the period of
the student-advisees’ high school years are the core of a successful
advisement program.
(5) The adults who participate in the Advisement Process
benefit from specific training in fulfilling the role of the advisor. The
role of the advisor is a crucial component of the Advisement Process.
(6) The age, race or gender of the adults in a general school
population does not significantly alter the effectiveness of the
Advisement Process.
(7) The use of eleventh grade student-advisees and twelfth
grade student-advisees in the study population indicates that the three
or four years of their participation has impact upon their school
experiences, especially those experiences related to the Advisement
Process.
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(8) The failure to find any statistically significant difference
between the perceptions of the adult groups and the student group
could well be attributable to the stability and longevity of the program.
Recommendations
The scope of this study and the derived findings, conclusions
and implications suggests the following recommendations related to
the Advisement Process:
(1) There is a need for continuous evaluations of the
Advisement Process. The evaluation process will enable planners and
school decision-makers to ascertain the status of the various functions
of the Advisement Process. This will facilitate the development and
implementation of the most effective models.
(2) Advisor-advisee relations is such an encompassing aspect of
the Advisement Process, it should be vigorously researched.
(3) In as much as there is the implication that advisor-advisee
relations are enhanced by the interactions of the Advisement Process,
an effort should be undertaken to research its impact on the self
concept of students.
(4) A further study should investigate the potential for the
Advisement Process to improve the self-concept of students and its
relationship to academic achievement by improving test scores and/or
grades.
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dissertation, “The Perceived Effectiveness of the Advisement Process in Ten
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Mr. Wilburt. Leaphart, Principal
Crim High School
256 Clifton Street. S. E.
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Dear Mr. l.eaphart:
Your request to conduct research within the Atlanta Public Schools CAPS) wasreviewed by the Research Screening Committee on October 30, 1990. Your proposedresearch study entitled The Perceived Effectiveness of the Advisement Process inTen Selected High Schools in the Atlanta Public School System was approved underthe following conditions:
1. The approvals of the principals of the ten high schools involved in yourstudy must be obtained. You must report the names of the schools selectedfor your study to the Department of Research and Evaluation.
2. Teachers may participate in your study only on a voluntary basis. Theadministration of your instruments (students and teachers) must notinterfere with the instructional process and shZ1d be completed duringinstructional time.
3. Students may participate in your study only on a voluntary basis. A letter ofapproval signed by the parents of the students involved in your study mustbe on file at each high school R!:!to beginning your research. A copryour letter to parents requesting approval must be sent to the Departmentof Research and Evaluation to be maintained on file with your proposal.
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I am asking for your assistance in a study of the Advisement
Process. My study, The Perceived Effectiveness of the Advisement
Process, is a part of the requirements for a Doctoral Degree at Clark
Atlanta University. The purpose of the study is to assess the
significance of the functions of the Advisement Process.
You have been selected to participate in thestudy and your
response is very important to its success. Please respond according to
the instructions on the Advisement Process Survey Questionnaire
including the Demographic Information. I am most appreciative for
your wiffingness to assist me in this study. Respondents, as individual
or as schools, will not be identified.
Please return the Survey Questionnaire with the other data for
your school via school mail in the enclosed addressed packet. Again,
let me thank you in advance for your time and contribution.
Sincerely,
W. T. Leaphart, Principal
A. A. Crim Comprehensive High School
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May I request your participation in a study I am conducting as
part of the requirement for a Doctoral Degree. I am requesting that
you complete the enclosed Survey Questionnaire with Demographic
Information. They are pertinent to my dissertation study that is
designed to assess the perceptions of the Advisement Process in
selected schools.
You have been selected to participate as an eleventh grade or
twelfth grade teacher-advisor. Your name and the name of your school
will not be recorded in the study, therefore, complete anonymity is
assured. The results of the study will be available to you upon request.
Please return the questionnaire, along with the questionnaires
for your homeroom students to your principal as per his/her
directions.
Thank you very much for your assistance.
Sincerely,
lJ. LcL±
W. T. Leaphart, Principal
A. A. Crim Comprehensive High School
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As an eleventh grader or twelfth grader at your school, you have
been selected to participate in a study I am conducting as a
requirement for a Doctoral Degree. The purpose of my study Is to
assess the effectiveness of the Advisement Process used in our schools.
As a student-advisee, your responses are very important to the success
of my study. Your name and the name of your school will not be
revealed in the study.
Please respond according to your best feelings about the
questions in the survey. I appreciate your willingness to participate.
Please return your questionnaire to your teacher-advisor as per his/her
directions.
Thank you for your assistance.
Sincerely,
W. T. Leaphart, Principal
A. A. Crim Comprehensive High School
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I am a principal of an Atlanta Public School completing the
requirements for a Doctoral Degree. I am conducting a study of the
effectiveness of a program used in our schools--the Advisement
Program.
Your son/daughter is a member of a grade level included in my
study. The names and responses on the questionnaire will remain
anonymous--will not be revealed in the study.
This is a request from you to permit your son/daughter to
participate in the study by completing the survey questionnaire.
Please indicate your decision b checking the appropriate box below.




Yes, I give permission for my child to participate in the study
by completing the survey questionnaire.








* * * The following are a set of questions designed to ascertain your
status relative to a study of the Advisement Process. The responses
needed are minimal and your participation is appreciated. Please
respond by checking the box that represents your response to the
questions.
* * * Have you received any specialized training in the Advisement
Process?
IYES [ INO
* * * Did you participate in one of the Individually Guided Education
(IGE) Clinicals?
IYES [ INO
* * * Have you participated in an inservice/workshop designed for the
Advisement Process?
]YES [ INO
* * * Is there an Advisement Program in your current school?
]YES [ INO
* * * Are you currently assigned as an Advisor to a group of students?
]YES [ JNO
* * * How often have you met with your advisees this year?
[ I ONE TIME [ I THREE TIMES
I TWO TIMES [ I FOUR OR MORE TIMES
* * * This part of the survey is designed to gather data about the
Advisement Program and the role of the Advisor.
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The Perceived Effectiveness of the Advisement Process
in Ten Selected High Schools in the
Atlanta Public School System
Advisement Process Survey Questionnaire
Demographic Information
The following information is for statistical analysis. These questions
will provide important background data for analyzing the information
in the survey. The information for the entire study is strictly
confidential.
Please place an (X) on the appropriate line.
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The Perceived Effectiveness of the Advisement Process
in Ten Selected High Schools in the
Atlanta Public School System
Advisement Process Survey Questionnaire
Demographic Information
The following information is for statistical analysis. These
questions will provide important background data for analyzing the
information in the survey. The information for the entire study is
strictly confidential.
Please place an (X) on the appropriate line.






















C. — no opinion
no opinion
C. — no opinion
c. no opinion
Instructions
Please read each statement carefully and select the best response that
expresses the present status of the Advisement Program In your school.
Please record your selection by placing an (X) on the appropriate line.
1. The Advisement Program Is a good program and is needed at my school.
a — strongly agree b. — agree c. — no opinion
h — disagree e. — strongly disagree
2. The purpose of the Advisement Program is well understood by all staff
participants.
a — strongly agree Ii — agree
— disagree e. — strongly disagree
3. One of the goals of the Advisement Program is pupil progress reporting.
a — strongly agree h — agree c. — no opinion
Ii — disagree e. — strongly disagree
4. One of the goals of the Advisement Program is program planning with
students. -
a — strongly agree h — agree c. —
ii — disagree e. — strongly disagree
5. Time spent in the Advisement Program is time well spent.
a — strongly agree h — agree
ii — disagree e. — strongly disagree
6. The Advisement Program improves student-teacher (advisor-advisee)
relations.
a — strongly agree b. — agree c. no opinion
b. — disagree e. — strongly disagree
The activities of the Advisement Program help students to know more
about themselves.
a — strongly agree h — agree c. — no opinion
— disagree e. — strongly disagree
8. The Advisement Program assists students to plan courses for the next
S ernes ter.
a — strongly agree b. — agree
Ii — disagree e. — strongly disagree
122
9. One of the goals of the Advisement Program is career-planning for
students.
a — strongly agree h — agree c. — no opinion
h — disagree e. — strongly disagree
10. During Advisement, students can find out their status towards
promotion/graduation.
a — strongly agree h — agree c. — no opinion
h — disagree e. — strongly disagree
11. The Advisement folder is a useful part of the Advisement Program.
a — strongly agree h — agree c. — no opinion
ii disagree e. — strongly disagree
12. Student-teacher relations are improved because of the Advisement
Process.
a — strongly agree h — agree c. — no opinion
h — disagree e. — strongly disagree
13. The Advisement Process his improved the school attitudes of the
students.
a — strongly agree Ii — agree c. — no opinion
b. — disagree e. — strongly disagree
14. The Advisement Process has Improved home-school relations.
a — strongly agree Ii — agree c. — no opinion
h — disagree e. — strongly disagree
15. During Advisement, activities are provided to help students get to know
each other.
a — strongly agree h — agree c. — no opinion
h — disagree e. — strongly disagree
16. Being assigned to an Advisement group makes school more enjoyable.
a — strongly agree b. — agree c. — no opinion
11 — disagree e. — strongly disagree
17. During Advisement, time is provided to help students check on their
progress in classes.
a — strongly agree ii — agree c. no opinion
h — disagree e. — strongly disagree
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18. During Advisement, advisors and advisees can discuss the advisee’s
personal concerns.
a — strongly agree b. — agree c. — no opinion
b. — disagree e. — strongly disagree
19. Advisement activities include information about persons, places, and
things in the school.
a — strongly agree l — agree c. — no opinion
b. — disagree e. — strongly disagree
20. Standardized tests, such as GBST, ITBS/TAP, are discussed during
Advisement.
a — strongly agree t — agree c. — no opinion
h — disagree e. — strongly disagree
21. Advisors and advisees talk about school pride during Advisement.
a — strongly agree b. — agree c. — no opinion
b. — disagree e. strongly disagree
22. Each report card is a discussion item for Advisement.
a — strongly agree b. — agree c. — no opinion
b. — disagree e. — strongly disagree
23. During Advisement, advisees get an opportunity to share strengths and
weaknesses with other advisees.
a — strongly agree b. — agree c. — no opinion
b. — disagree e. — strongly disagree
24. Because of the Advisement Process, advisees are better informed about
their progress.
a — strongly agree h — agree c. — no opinion
ii — disagree e. — strongly disagree
25. Advisees have an opportunity to make some of the decisions about their
school program.
a — strongly agree ii — agree c. — no opinion
— disagree e. — strongly disagree
26. Advisees are better informed about their career goals because of the
Advisement process.
a — strongly agree b. — agree c. — no opinion
h — disagree e. strongly disagree
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27. The social development of advisees is improved through the Advisement
Process.
a strongly agree h — agree c. — no opinion
— disagree e. — strongly disagree
28. Being assigned to an Advisement group makes school more interesting.
a — strongly agree Ii — agree c. — no opinion
h disagree e. — strongly disagree
